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Improving Primary Student Motivation Through
The Use Of Cooperative Learning 'Arateoies And
The Teaching Of Organizational

This report describes a program for improving students'
motivation in order to increase student performance and
self-esteem. The targeted population consisted of
primary students in growing, middle class communities
within the southwest suburbs of Chicago, Illinois. The
problem of motivation had been documented thlough
student records, checklists. and teacher observation,
all of which indicated poor student performance.

Analysis of probable, cause data revealed students
reporting lack of skills related to organization,
communication, and peer interaction. Faculty report
student deficiencies in active listening and problem
solving skills. Review of instructional techniques
revealed that a variety of teaching strategies to meet
the needs of many types of learners within the classroom
were not being employed.

Solution strategies suggested by knowledgeable others,
combined with an analysis of the problem setting,
resulted in the selection of two major categories of
intervention: an increase of instructional emphasis on
organizational skills and implementation of cooperative
learning strategies in student learning tasks.

The students showed a marked increase in the use of the
targeted organizational skills. As a result of
cooperative learning strategies used in the classroom
task-related behaviors also showed improvement. The
number of parent contacts decreased. All facets of
student work, including test scores, revealed greatel
productivity.
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l.hapt(-1

PROBLEM SIA)EMENT ANP (ONTEXI

problem St:Jtement

Primary students exhibit poor motivati,m a5;

eviden,:ed b, tet- ,-,-,cores, anecdotal record,3, numbel of

parent contae.ts, and teacher observation

academic and non-academic contacts.

Description of Immediate Pioblem '7.,ettina

School A, one of five elementary and two junior

high schools in Kirby School District 140, houses 548

students in grades kindergarten through five. The

average clas based on the 1992-199 school year

figures are: kindergarten 27.5, first grade 27.5,

second grade third grade 27.3, fourth grade

30, and fifi grade -27. There are four kindergarten

classes, foul classes each of first and second grades,

and three classes each of grades three, four, and five

Fourteen out of the thirty-two classrooms are air-

conditioned along with the office, learning center, and

teacher's lounge.

As of September 30, 1q92, the racial-ethnic make up

reported for Fernway students was 94 percent White,

.3 percent Black, 2.7 percent Hispanic, and 2 percent

Asian. The percentage of students eligible for

bilingual education is 1.9 percent, slightly higher than
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the distlict av.:,rage of percent . The ttendart.:e

late it School A ci3.3 peicent compared

percent district wide The .ztudent mobility tale, which

is based on the number of times students enloll or leave

a school during the course of the .,7(hool year,

for School A. Students who were absent -from school

without a valid cause for 10 percent or more of fly

180 school days comprise 0 percent_ both at -,choo] A

and for the district (School A Report Card, 13).

The staff at School A is comprised of .Y teachers,

25 female and 2 male. Fourteen teachers have their

master's degree. The average number of years experience

is 13 years.

Student-- are heterogeneously assigned to a

homeroom. In addition to cole subject atea-::-, students

in grades one through five receive one "iS minute period

of art per week, two 30 minute sessions of music ner

week, and thre 30 minute periods of physical education

per week. Kindergarten students receive one 30 minute

period of physical education per week.

One thousand five hundred sixty-four students pass

through and actively participate in physical education

each week at School A. The gymnasium measures 80 feet

long by 50 feet wide, with a height of about 22 feet.

The floor surface is comprised of synthetic rubber which

provides additional protection against injury.

Sufficient equipment is available to offer a well-

2 8



rounded physical ,?ducation plogiam. educ,Iticm

objectives are mot through demonstration, verbal

ilr:.truction, skills testing, participation, and group

plr)blem solving. lo(:al assessments in physical

education are given to all third grade students.

Disirict grading for physical education sati-.fa(tory

or needs improvement for kindergarten, excellent ,

satisfactory, or needs improvement for fil7.t and oecond

grades, and pass/fail for third, fourth, and fifth

Arades.

5tudents in third glade are assessed lo(ally in

science, social studies, physical education, music, ,,,nd

art. In addition, third graders take the state

assessments in reading, math and language. The grading

for grade three is comprised of A-100 to 97. R-cl to

C-84 to 72, D-71 to 65, and F-64 and below.

The studentf:: are grouped for math. There is one

cicss of high group students. The other two classes are

comprised of the remaining ..iudents. with no further

grouping. The Macmillian McGraw Hill math text is used

(Hoffer et al., 1991). Other than switching for math,

the students have classes with the homeroom teacher.

A variety of techniques are used to teach reading.

skills are stressed using 1_he Houghton Mifflin reading

series (Durr, 1986). A whole language approach is used

whenever possible. In addition, novels are used to

teach reading strategies and skills. The Accelerated

3 9



(''.t f f , 19P7),1 ' P7)5 ), a ,mputei re;iding pr'-)gram,

is used to assess reading. Spaik'-: ( P,mei

WYiting the base fol. third grade paiagrph

instruc.tion. There is

Jovanovich. used fc,r language instruction ((4.1ahamr%on et

al., 1990).

The (-,ocial '-:,tudies curriculum consist-. f

Macmillian McGraw Nil' ccriff i Neu d rd F ( n

et al., 1993). The Science curriculum is as hands-on as

possible. The curIent hook being used is

Burdett (Mallinson et al., 1993). There is also a

formal spelling program which consists of the McDougal,

Littel Spelling Series (Bohen, 1990).

Children in third grade are eligible fo) Chapter 1

Remedial Reading, a pull out program for beginning

readers in grades first through third. fn Remedial

Reading, activities are geared tA, utilize cc,mputei

assisted materials with teachei directed activities in

individualized evaluation prescription for these

students needing remedial help. A Learning Disabilities

Program is offered to children in need. Gifted

students, those with specific aptitudes in fundamental

areas of learning, are clustered in the regular

classroom for enrichment activities, with help -nom the

Gifted Education Resource teacheis. Computer activities

are introduced through computer assisted instruction.

The third graders go to the learning center once a week

4 10
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Des(.71-jptin ef immediat.e Ploblem c)ettin_g

R. one of fivP elemental,/ hool- in Kirby

School Distri,.t 140, houses (.)14 students in gl-ade

kindel-larten through five. Tho average ,71ans sizes

based on the 1:2" school figures are: 1,inuergarton

22.-. grade one 27.0, grade two . grade threo

glade foul- .?6.1, and grade five Therc,

are three classes each of kindergarten, first, and

second grade, three and a half classes of third and

fourth, and three fifth grades. In addition, there ale

four Early Childhood classes, two Cross-Categorical

classes, and one Trainable Mentally Handicapped (TMH)

class.

The racial-ethnic groups reported as of Septembe)

30, 1992 were 94.6 percent White, percent Black, 1.8

percent Hispanic, and 3.1 percent Asian. There were two

and sixth-tenths percent of the students eligible for

bilingual education, and two and eight-tenths percent

eligible to receive free or reduced-priced lunches. The

attEndance rate at School B is 96.1 percent, and the

mobility rate is 9.9 percent. There were no chronic

truants at the school.

The staff at School B is comprised of 40 female

teachers and one male. All of the teachers at the

school are White.

Students are heterogeneously grouped in each grade.

In grades one through five, students receive one 35

6



minute peliod of art p,,a- week, throe -30 minute pi ioc

of physical educati, ind t -4r) in i nut e iod.: of

mus'c. Kindelgarten :..tudents receive two 0 minute

peviod-_- of physical education per week c..fudent-: in

qvades one through kive attend 1 earnins-1 center to

prartic.e math, reading, and coirpiitei ski us for one

60 minute Period each week, and atiend I H lihiar/ on a

weekly basis to check out books.

Students in first grade are not currently assessed

by any local or state methods. The grading for

fir.3t grade is as follows: 92 to 100 Per,::ent

Excellent. 72 to 91 percent Satisfactory, 65 to 71

percent, Needs Improvement, and below 6'7, percent

Unsatisfactory. The students are n(Nt -trouped fcn

reading and math. Reading is taughf through the use of

a basal text published by Houghton Mifflin (Purr, 1q86).

thi ugh the Whole Language method, and through the

Intensive-Phonics Program (Lockhart, 1976). Science and

Social Studies are approached through the use of

thematic literature units. The first graders use a

textbook series by Macmillan McGraw Hill (Hoffer et al.,

1991) in addition to the manipulative activities of the

Math Their Way_ program. In addition. the McDougal,

Littel Spelling series is used (Bohen, 1990). No formal

Gifted Program exists for first grade. Chapter I, and a

Learning Disability pull-out program are available for

children in need. There is an after-school tutoring

13
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Description or Epmc,d_uo,_,

school c part of F(.,rtt Hidcw i(t

14L, an elemental.> ,7:chool ditri.-1 located in Oak

Forest, Illinoi. T!ie thlee

elementary level schools and one junica high school.

School C (constvucted iH 1924). the oldest

facility in District The huildins-1 accommodates 300

of the district's 1683 students, ploviding two (

at each grade level ranging from Kindergarten through

grade five. Despite the fact that the buildinq an

old structure, renovation has kept the facility in

excellent physical condition.

As of September 30, 1993, School C Report Card

revealed a student racial/ethnic background of 98.7

percent White, 0.3 percent Black, percent

Asian/Pacific Islander, and 0.0 pe1(.ent Native American

Indian. In addition, 8.1 percent cif the students belong

in families eligible for public aid -i the free/ reduced

priced lunch program. The percentage of students

qualifying for bilingual education was 1.3 percent.

Attendance figures for district 142 and School C

were excellent, reporting statistics of 95.5 percent and

95.9 percent, respectively. The rate of student

mobility was 6.5 percent district-wide and 3.0 percent

for School C. School C did not have any cases of chronic

truants (School C State Elementary School Report Card,

1993).

15
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The a vei : la ciz~ t 01' t he toll ow i

included in the Ridge Elementary -01 Repoit C.Jrd foi

, e

Lindergarten

Grade 1

ade ;

These figures were approximdte1., oercent lowei

than the district and . .2 percent IONV than the state

average.

Time devoted to &eaching core ,.(d1-..iects, by average

number of minutes of instruction pei five day school

week, revealed a large percentage of time devoted to the

subjects of English (160 minutes) and mathematics (50

minutes). Science and Social Studies followed with an

average of 30 minutes each. Teaching time for core

subjects, throughout District 142, was consistent. In

addition, school figures and district figures were

higher than the average time required bv the state.

(School C State School Report Card, 1993).

The teaching staff of School C. of September 30,

1993, was comprised of 18 female teachers and two male

teachers. Eleven of those staff members held a Master's

Degree and nine staff members held a Bachelor's Dearee.

Consequently, 55 fp-e-ent of School C's staff members

have a Master's Degree or higher, as compared to the

district figure of 30.4 percent and the state figure of

46.5 percent. (School C State School Report 'Card, 1993).

1016



LurientlY, the til,st grade reading curriculum tc,r

hool concentiate ,-)11 the

(Lockhali program Find inte.aration with thl.

Harcourt Brace jovanovich hasal reading

(Abrahamson et al.. l',0). Thematic. units ace

correlated with the reading program I flc.omp,i,-.=1. the

subjects of S:c.ien(e. studi-

language arts and 'F:pelling. District 11:! IC now in the

process of investigating the feasibility of a whole

language approach to learning for the 19q5-96 school

term.

Math is approached with the "hand- on" techniqucl.

Math Their Way (Baretta-Lorton, 197c,) strategieG are

incorporated with the Addison-Wesley text. School C

offers students physical education three times each week

(30 minutes), music twice each week (30 minutes), art

classes once a week (3C) minutes) and computer/library

classes once each week (60 minutes with 18 computers).

In addition, a Learning Disabilities Program, a (lifted

Program, Remedial Reading, Social Services, Chapter 1

Math and Rainbows (counseling group for divorced

children) are resources for children that demonstrate a

need for service. (School C State Repoit Card. 1993).

The 1991-92 operating expenditure per pupil was

$3,642 fol District 142, and $ 4,327 for the State of

Illinois. This data was obtained from the State Report

Card.
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Pf 5141:211.9undi9c1 QPirIMQni_tY

nland Hill i-. located twenty-six mile .7;outhwet

ot the Loop. Just under twr, .(1klave miles, orland

is sandwiched between Tinley Park and Orland Park. th

with populations ot around 40,000 as compared to inland

Hills population of 6,038. the s:;outh is I.0,

drive time to both th- Loop and Midw,ly (iirport

thirty-five minutes. A small, youn,i cr.mmunity, orland

Hills recently celebrated its thirtieth anniversarr.

.;chool A Elementary School lies in the eastern part

of Orland Park and is the only school in KirhY

District 140 that is not located in Tinley Park. The

majority of its students, 489 out of 548, come from

Orland Hills. The remainder of the students, 89, come

from Orland Park.

In Kirby School District 140, Whites make up 94.3

percent of the population. Blacks comprise .4 percent.

Hispanic comprise 2.4 percent, Asian/Pacific Islander

2.,=i percent, and Native Americans make up zero percent

of the total population. Of the 4,356 students enrolled

in Kirby School District 140, 2.1 percent are from low-

income families, and 1.5 percent are limited-English

proficient. The average class size in kinderqarten is

25.5 students; in first grade, 26.7 students; in third

grade. 27.7; and in sixth grade, 28.8 students. The

district attendance rate is c45.3 percent. The student

mobility rate is 8.3 percent. One hundred percent of the

13 19



toacher,z, are white. Male ti-acher-. mak up 10.,.

«,1.110 7 pf-1 ent r).t t he te hi !ig

5,.1taff. The aveiage year-. of t,aching in th-

t iy with an avel-ige -,:;al,iry of

T ht, ponil -teac rat i i 1 .

with Degree and above (.omprie pe)c.ent ol

tota teachers. The admini.-.trators

average -7.alaiv of and the pupil-administratol

ratio is 288.8:1. Operating expenditures for the

district $-i.415 per pupil (c.choo] A s-S.tate Report

Caro, 19c.".).

The population of Orland Hills has doubled sinc(-

1980, growing from 2,Ron to 6,038 Dept. of

Commerce, 1993). It continues to grow as evidenced hy

increased enrollment at School A and Prairie View Junior

High. The Villacie Administrator 1-1712 ptedicted that the

population will peak at 8,000 in about ten years.

Orland Hills a 1-,?sidential community.

Affordable housing attracts many young families. Prime

range from $80,000 to $150,000 with an average of

$113,873 in 1992 (Staff, 1993).

The mean income of the 1,410 families in Orland

Hills is $44,015. There are, based on the 1990 censur_.-;,

199 people out of 5,510, or three and six tenths percent

living below the poverty level. Of these 199 people,

62.8 percent, are female.

Whites make up the largest percentage of the

1 4 20



population, .1 percent . .-ompt thr,...e and

timthc percent with mixtuie of the H.1

making up the temaining four percent of the p,.)pulation.

The ethnic make-up .cf the community i.,; mi),tur...- of mdil

nationalities with the 1arge-J concentrati,-,n

(71,.:11(iiill, and Polish tiept . of tommer(e,

Of the 1,519 people age 18 and over, tt,t,, or four

and one tenth percent, have less than a ninth grade

education and 534, or 14.1 percent, have not earned

high school diploma. High school graduate,:...

comprise 37.9 percent of the population. Twenty one and

eight tenths percent, or 802, have some college but

degree. Six and eight tenths percent have earned an

Associate Degree, while 12.4 percent, oi 472, have

earned a Bachelor's Degree. Individuals possessing

graduate or professional degrees total 102, or two and

nine tenths percent, of the population aged J8 and ovet

(U.5. Dept. of Commerce. 1990).

Until six years ago, Orland Hills had little sales

tax revenue and that kept the property taxes high.

However, in 1990, a hotel and car dealership opened.

That was followed in 1991 by Orland Town Center. More

businesses are expected to locate in thi_ area. Village

officials say these businesses will ease the property

tax burden even further (Staff, 1993).

An unemployment rate of six and six teilths percent

n

15
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exists in Orland Residents pursue a wide variety

of ,Dc n) fic.ru . i 1 ,

and profesional 2ervice,

-.wnsi.luction. to name a few. out of a work fr.rce of

2 , (:) -3 1. , 6 .3('. k in exoc.utive admini:,:tration and

managerial fields oi pcofe!--.:.--ional y:per

small amount of light indul-An-

the bigget retail fmplo,'er with emploYok's

(Illinois Depar tment of Commer(:e and (:ommunity Affairs,

19q4). Other major employerr in the ,:-)mmunity

Beverly Bank, Heritage Glenwood Ban. Cleorgio:,. Banquet

and Hotel, Sherwin Williams, Good Year, Circuit City,

Taco Bell, Burger King, 'Joann Fahvir and Loehmann's.

There are plan for a villaye 1.d1 to he

constructed in ovland Town Centel . Orland Hills has

created a new recreation department and plannin0 to

build a new recreational facility. Nesident'3 enjoy over

60 acres of park land with a fishing a jogging'

trail, aild baehall diamon(k.

22
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c)e----..:_r_tpt ion of ',:,,ir0und.i.117) ci--2mmyyii I

K i r hool di , i t 140 i t t

of fililev ,111 9.0 squ,..1),:- that i.--.

herdered b% foret pleserve.---: to the and !-.:..ome

f.-1) inland 1.0 t s0ut h. ft is connect 1-),- 1.1:1 t

lodp, whi,h miles northeast of

Park. The of Park c,!h,..1-,1,1ted

centennial in 199:!..

In Kirby School district 140. Whites make up

94. , percent of the total population, and Blacks

comprise .4 percent. Hi.:,:panics comprise 2.4 percent.

and Asian/Pacific s,T 1.andei 2.9 pelYent. Of the 4.7',56

students enrolled, are from low inyome familie,%, and

1J tenths are limitedFnglish proficient. The ave)..1,-1(

in kinder,larten is studc,rit; in

alade, 26.7 student; in second grade, students:

and in thil-d 9rade. 27 . -.students. The distiict

attendance rate is 45.--i percent. The student mobility

rate 8.3 percent. One hundred percent of the

teachers are White. Male teachers make up 10.3 percent,

and females account for 89.7 percent of the teaching

staff. The average years of teaching experience in the

district is 12.4 yearff,, with an average salary of

$32,134. The pupil-tt:achr:r ratio is 23.6:1. Teachers

with Master's Degree and above comprise 48.7 percent of

the total number of 20c) teachers. The administrators

have an average salary of $59,613, and the pupil-

17 23



adminitlator ratio is Opt-) rt,1 .

to' 1 h di -:.t i 1,-. .4 1', ner Pup r , "

t Card.

The populatio,, -4 1inley Palk ha,. own 41 r..-1.,,nt

in I ten y F... 11 HI 1 ...'tt()

1'7.190 . 01'0 . (AN' ed t

inriea'=..ed enrollment in all th+ noed tu

addil onl.o 3everal school, and the need for a new

junior hiah -middle school (U.S. Dept. of Commerce,

1990).

(:ulrently, the average home value in rinloy

$139,611, and the tax per $100 is S10.23. There Hc:),

475 building permits given in 1992. The average income

of Tinley Park residents is aod thi., median a,:.;e

(Living in Greater Chicago, p.34).

More than 96 percent of the population in Tinley

Park ip White, and is largely comprised of people of

German and Irish -Yrigins. The maiority. 82."?. percent

have a high school education, while )8.2 peirent have a

Bachelor's Degree or higher. There are 1,501 resident

age 25 and over who have less than a ninth grade

education (U.S. Dept. of Commerce, 1990).

An unemployment late of only thre'' percent in

Tinley Park may be due to the wide variety of

occupations in the village. Over 5.000 residents are iH

professional, executive, administrative, or managerial

occunations, out of a work force of 18,590. Of the

18 24
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Descrjpt.ic.,)n oj the 'T.,ulirogndiAla communir.),

For,..,-,t Ridge School lie7.

northeast section of oak F1 Illinoi. Ihe

communit%, -1:7 described in the Oak Foy,:t cent,nnial

(199:-!), t -ikes in an eight <1;qu...ir e Ill I. 1

establi'rhed a reputation fol eino the city t.(,

children. The pubi icat iou ct inuo,--. ,.ommenting on

the quality of good obliging nei(lhh-y- and

opportunities for community involvement.

Oak Forest is 22 miles frc)m the Chicago tc)op.

reported in the 1990 Cenus, there were

residents. more than W.) percent or the housing in Oak

Forest was built after 1960. The average home valuation

was reported to be $121.594 The tot:11 number of

occupied housing units repouted weye 8,865 (97.9

Percent). From this figure. 6.918 (76.4 percent) were

owner occupied residences.and 1.947 (:":1.5 percent) were

renter occupied residences (U.S. Dept. of Commerce,

1990).

The majority of individuals residing in the

community are from the upper-middle class and have lived

in the community more than a decade. Forty-two and

three tenths percent of the adult population has a high

school education, and 32.4 percent has a college or

hiaher education level. The average income reported 4

1990 was $54,556. At the same time, only 3.2 percent

were classified as unemployed (U.S. Dept. of
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The l'vw) ( epor ed the ri i,/-tFrih

background for the communit',. The populatic:n c17.I

percent Whi te Ind .t-# percent BUic oni

populat ion , t he tot id number of hou--:;eh.:, 1

with 7,00-3 being totiil familie. These

households encompassed 2.-,787 re..7:ulting in a

family -tiver.lit.je of ":c.40 personF. Married .Jouples

comprise 5,940 families. Conversely, 232 were male

householder with no wife and 71 were f(-male householder

with no husband.

Living in Greater chicpgg, (Staff, lo()3), describe

Oak Forest as being primarily a residential community.

However. growth in the industrial base with companies

such as Adheron Coating Corporation, Metro-Litho

Printing Corporation and Fisher Cervice, located in the

Oak Forest Corporate Center at I-57 and 168C-1 Street, is

on the rise. The article further stipulates that

education at the grade school level is provided by

School Districts 142, 144, 145, and 146. High school

students attend Oak Forest High School, which is one of

two suburban high school recipients of the "For

Character" award given by the University of Illinois

Chicago, in 1991. The average ACT score for the class

of 1992 was 22.0.

In 1992, the average teacher salary for Forest

Ridge School District 142 was $33,212. This figure is
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suhtantially lower than the state salar: avelage ot

A..ieraoe Year':-; of teachin,-1 eperienr.e wa!-"

report(-d at I S . : ía thc- district and 1(-, 0 fol the

At the time of the report, 08.1 percent f the

distlict's teachers were white and 1.3 percent were

Hispani,-. The pupil-teacher ratio, at 21.:1 was hiqher

than the state's ratio ,f 19.7:3 (School C .tate

Report Card, 1903).

Transportation in Oak Forest is provided by

interstate 57 and Interstate 80 which intersect just

south of the city, making driving time to both the Loop

and Midway Airport about half an hour. By vehicle,

O'Hare Airport is 50 minutes away. Metra's Rock Island

commuter train reaches the Loop in 27 minutes

(Staff,19).

Reaional and national context of problem

Considerable evidence supports the theory that a

large percentage of students do have positive motives

regarding learning. They really do want to learn and be

successful in school. Bellon, J., Bellon, C., and Blank

(1992), in citing Kearns, Hansford and Hattie, and

Wlodkowski state that a clear and positive relationship

exists between positive self-esteem and academic success

(Bellon, Bellon, & Blank, 1992). Research shows that

student motivation may account for discrepancies in

student achievement beyond those resulting from

differences in scholastic aptitude or intelligence.
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motivation is one factot that determines the de'nee to

whit.h a student will understand ot gain knowledeAe dnd

skill. Bellon. Rellon, and Blank (1.992), sta(e th,lt

,.,)t-K:ern about motivation is not a recent phenomenon.

Teachers with whom they have wo)ked with have been very

,oncerned a bout students who are turned off about

learning. Students with motivational problms tend to

exhibit behaviors such as defensiveness, hopelessness.

apathy, and anxiety. Failure-avoiding behaviors

exhibited by many students prove to be counterproductive

and self-defeating in the long term. To protect their

feelings of self-worth some students exhibit disinterest

and apathy. Forty percent of ninth graders failed two

or more courses as repotted in one study. They chose to

be uninvolved and apathetic. "Nothing ventured, nothing

failed," helped them preserve their self-worth by their

not trying.

In light of recent research showing that student

motivation may have more effect on student achievement

than intelligence or scholastic aptitude establishing

school and classroom conditions that enhance motivation

is especially important (Bellon, Bellon, 8, Blank, 1992).

Research has shown that schools are not as successful as

needed to motivate students to learn. Studies have

shown that up to one-third of the children in many

states who enter school do not complete their education.

Children are born filled with wonder and ave
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motivated to learn. unfortunatel/, motivation t

H,-(rew-ze acs.: the child gets older. Wlodowska (t;</o)

gives thlee possible reaf,..;ons for this 1-ening: the

design of the graded sc.hool, the acquivin,:t ,f

knowledge and skills, and the competition and

di--.burcement of motivation rewards.

Motivation is an important factor in student

achievement. As defined by Madeline Hunter (1982)

Motivation is a students' intent to learn (p.11).

Hunter further states that motivation is not generic,

what is learned can be taught. Wlodowski (1986) refers

to motivati:m as a term to explain why human behavior

occ..irs. He defines motivation as: the word used to

describe those processes that can (a) arouse and

instigate behavior; (b) give direction or purpose to

behavior; (c) continue to allow behavior to persist; and

(d) lead to choosing or preferring a particular behavior

(Smey Richman, 1988` p.28). They state that educators

need to get a greater number of students to put more

time and effort into their studies It is the opinion

of many educators that some students lack the level of

motivation necessary for them to attain their potential.

An unsatisfactory level of learning is often the result

of lack of motivation (p. 260).

The concept of student learning is closely related

to that of academic motivation. Wlodkowski (1986)

refers to motivation as a term explaining the why of
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human behavior. He bit hei maintainF, that motivation

can be aidused, instigated, directed iind

key isue concerning ma ny edu at.o s today he-A.J

to motivate students to want to learn. According to Dr.

Morganette (1990) "there are many report. criticizing

the level of learning and academic achievement in oul

public schools" (p. 260).

For students whose initial motivation is low, their

typical classroom experiences may result in the

further deterioration of their motivation. Hence,

changing teacher behaviors from those that

undermine to those that promote the engagement of

discouraged children should be a top priority of

educational reform. (c,kinner and Belmont, 1993, P.

580).

A teacher needs to provide a supportive environment

where children feel a sense of belonging and are loved.

If a child feels comfort and is appreciated, the

classroom will become the place where the child wants to

come and learn. Teachers need to convey the feeling

that they are not only interested in the students'

academics, hut also that they care about them as

individuals. People tend to be drawn toward others who

show genuine concern for their well being. Everyone has

a need to feel worthwhile and appreciated. If a good

classroom climate is in place, the teacher-student
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,-lationhip will 17,e enhanced and the -hildien will he

more motivated work to t j I I I pot(,h1 ia .

for learnire,1 will develop within each hi Id the tacher

comes in contact with (B. Ostarello, per-:)naj

ommunicat ion , Api i 1 1. , 1 ) .

In addition, motivation should emphasize that the

goal of a behavior, as opposed to the "doing" of the

behavior, is the reason for the performance of behavior

(Smey-Richman, 1988). Therefore, motivational

objectives should focus on linking organization skills

and task performance.

Some research evidence suggests that many students

learn best in cooperative programs. Cooperative

learning methods have a psitive effect on student

motivation and achievement. According to Slavin (1978)

cooperative learning groups are more motivated, feel

more peer support, perceive a greater probability of

success and attain a higher level of social development.

Meanwhile, in the schools, the terrain is cluttered

with conflicting and contradictory theories about self-

esteem and ways to enhance it (Beane, 1991). When

looking into the problem of poorly motivated students

and those with low levels of self-esteem, one tends to

think of inner city schools with a host of socioeconomic

levels of society.

That the school plays a role in the development of

self-esteem is not a recent idea. It has been part
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ot educ.atic.n.11 thinking fol of this century,

particularly since the when mdny educators

came re.-Ilize that affec:t in general self-esteem

is associated with academic achievement. '',tudents

having selt-confidence are more likel'; to

experience success in whatever they attempt (Beane,

Suppott and encouragement are necessary components

in the process of growing up. Many social agencies

and institutions are not meeting these neecK, due

to lack of coni.ern or being over-burdened with

federal and state mandates. This makes self-esteem a

moral imperative for schools (Beane, 1991).

Self-esteem and motivation are not one dimensional,

but are complex issues. Self-esteem and motivation are

issues of a global society. Teachers need to be aware

of how very important their actions are in providing for

the complete development of the children whose lives

they touch (Ostarello, personal communication, 1994).

Organizational skill is another student behavior

that may contribute to success in school and therefore

motivate students to learn. Organizational skills cannot

be learned overnight; however, educators can set up

conditions to help students improve these skills. It is

important for students to see themselves as organized

workers. Students need to be made aware that it is to

their benefit to work harder and produce more (Gough,
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1987). Ray Reck ot Proiect R.T.D.F. (Re!-,;pondin,11

Iiidiviclual Di fi erence.r. i ri r t in n, 1 fr.d f

t ,ltur revi 01.4 ondtic: t od by t he Not t hijet Reg i on.-1 1

Ldboratovy (Beck. 1c49,-), in Pc,rtland, Orpgon, that

classroom practices were identil-ied t6 be dilectl/

linked with measurable improvements in student

achievement. Improveme tn, .,T-1 !student hhavioi resulted

as well.

Students are many times surprised to find out that

organizational strategies exists which can direct them

in effective learning. Practice in u:-.ing these

organizational strategies will help them master the

skills and apply them to new situations on their own

(Abbamont and Brescher,



Chapter

P1 .._01)JYT Lvich:-!_nctt

When a per,,.=.on i motivated. c.he attenti n

to the task at hand. ':,everal charactori?ti( of

low i v i ion ,D1--v-r;r-n-vci hy t c- a c her i hi ovei

are disorganization, to conci-nti e, and

distrartabilitY (McCall. l')). These r,--1:ehei- have

chosen to examine behaviors that indicate these

characteristics of low motivation.

In order to document the extent of poor motivation

in primary students two .7:hecklists were utilized.

Organizational skills and behaviors related to task were

the two indicators chosen for investigation. Within a

four weeh period, 100 primal,/ students were observed by

their classroom teacher twice a week and the re!,.-..ults

(see Table 1) of an organization checklist were

compiled.
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Tahl(- 1

PrAmary '-...tudents Organizational Skills

August 1994 c.,eptembei.

Skill Times Lachin<1

Inside Desk Neat 3,r,(.. 20.75%

Desktop Clean 740 ..i0.00%

Work Put Away 180 22.50%

Supplies in Place 154 19.25%

Transition ,?7'r- -34.75%

The results show that one-fifth to one-third of

primary students have poor organizational skills. The

organizational skills the student.s are lacking the most

in are the areas of transition and keeping their desk

top clear.

During the same four week period, 100 primary

students were observed by their teachers twice a week

and the results (see Table 2) of a task-related

behavioral checklist were compiled.



Table ?

Obsel ved Beh,o, i cr i ii.iden

Augu..::t 1994 Sept emb l

Behavior Time Lacking Rehaviol

On Task 248 31.00%

Has Materials )42

Completes Assignments 150 18.75%

On Time

Starts Without Prompting 214 26.75%

Uses Time Wisely 208 26.00%

Responsibility for 80 10.00%

His/Her Actions

The lack of behavior observed to be most prevalent

was staying on task. Using time wisely and getting

started without prompting are also areas of concern.

The data from both checklists showed differences

between students organizational skills and task-related

behaviors. The data from the organizational skills

checklist revealed that 90 percent of high achievers

demonstrate the skills with more frequency. Conversely,

only 19 percent of low achievers exhibited the skills

with more frequency. The behavioral checklist shows that
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high achieving students exhibit ihe behavi-1 .7)0 percent

of the time compared ir6 th,-: low hieving ,tudents

who exhibited the -Lame behivio U per(ent of the time.

Probable Cause.

An analysi,:. ane(dotdl fo(c).(+-.,

observation, school records, and teachei peer

consultatin indicated the following probable caues (.)-1

poor motivation in primary ,.t.udents. The two.income

family is increasingly an economic necessity. As

mothers leave home to enter the job world, children

spend less time in the company of the person most

concerned about their positive development. The two-

parent family can no longer hc! assumed. One quartPr of

American families have only one parent living at home,

and it is estimated that by the Year 2000 the percentage

of one parent families will grow to between one-third

and one-half of all familic:7, in the United ':,tates. The

number of "latch-key kids" is on the rise (Kagen, 1990).

More sfudents are coming from homes where English

is a second language as evidenced by increased

enrollments in the TPI (Transitional Program of

Instruction) programs in our schools Parental

involvement in their child's education has declined. In

the school setting the skills ot listening and following

directions are lacking. Social skills have shown a

marked decrease as evidenced by student behavior.

When a person accomplishes something, learns a new
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ol t.hat pe--on i-. of-en ,..,id to he

metiwit,,d 1...1h, I t t t Up

7. not eis v --Ail 1

peron .-)tton labeled unmotivated.

hOl!. 1h :W..' ' d C2:31,15t2

behavior.

i...-.. as

ft i not. It c.,-,ncept th.,t

ued, with great difficulty. e,plain

wh, hk,m,11, ocur. A defined h, mo\

psychologi,;ts and educators, motivation is the word

used to d,,,sc) ibe those procee:,, th.it can (.0

arouse and instigate behavioi (b) give directin

or purpos to behavio) ; (c) continue to allow

behavior to persist; and (d) lead to choosing or

prefer)ing a particular behavior (Wlodowski,

pp.5-11.L

The literature suggests several underlying causes

for lack of motivation. Disorganization is one

characteri,ztic of underachievers as seen by many

teachers. Underachievers lack concentration and are

easily distracted. They may be out of control,

disruptive, aggressive, shy or withdrawn (McCall, 1988).

As the data from the checklists revealed our finding:7,

concur with the article cited.

A second factor affecting student motivation is

lack of student involvement. In many American schools,

instruction involves doing thing!,:. to students and not

with them. According to Goodlad (1984) students are
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typically passive instead of active participant,: i

their own edu(:ation, :1.1.1'1<:' 11 t '.!

responsibility fol theii d C er On

,:icademic effolt and motivation P.P7)0, the follovin:)

wel e not ed: ( 1 ) i hy ewald n t many at e

thEy do not en(omprn% 'he %--Yd.-. all

t e4 ( ) of t-n pr,11. i work ga t he

best intele.,-:t of learner'7. 3llow'ng ..Audent:- to a-oid

difficult academic tasks, ( 3) academic behavior is

affected bY peer pressure, and (.1) teachei

expectations often lead to the Pygmallion Th,-ovy of

self-fulfilling prophecies, thereby, limitin <:1 st udent 's

success in acquiring the necessary skills for learning

(Tomlinson. l'7g1).

In addition to disorgani-zation and la(k of student

involvement . school improvement strategies that boost

academic a(hievement without increasing student effort

have been widel', endorsed b.y schools and reformer-. for

the past 20 to 30 years (Tom)inson, i991). 'Ahile these

efforts were well intentioned, they were counter-

productive. These efforts did not improve school

quality, instead, they made it easier to avoid hard

work. For fear of blaming the students for their

failure to learn, educators have been reluctant to

endorse strategies that require hard work from students

as 0 yondition for learning (Tomlinson & Cross,

19q1).
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Another factor t.-) be con-3idered

"People with low s e-If e,,:teem develoP behaviol.% and

habits which reflect how they feel about

themselves. Although the', may realize that many of

their behaviors ar,i, self defeating, they have

difficulty ohanging them the longer they are part

of their live" (Purer and Windell, tri%:-zt

Perfectionism is a characteristic of many school

systems. Outstanding achievement and expectations are

rewarded and displayed (Krupp, 102). An environment

that demands perfection breeds tentative and condii

self-esteem (Krupp, 1992). In a study conducted by

Bruns (1992), work-inhibited students had a move

negative self-concept thar. did students who performed

their schoolwork. The greatest difference was in self-

esteem related to school.

The effects of family life (in school success must

also be considered. Poor self-esteem, as it relates to

families, was found to be higher in work-inhibited

students. According to Bruns (1992), demographic

studies show that the number of work-inhibited students

livina in single parent homes was almost 50% greater

than the general population. The greatest influence on

a child's self-esteem comes from their parents. Mothers

and fathers can negatively impact their younasters self-

esteem through their lack of acceptance, discipline,

love, expectations and guidance. Children do not see

iona
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th(.melvo cla)ly 00 having a voi ,! and a pla..c in thei,

world whn the' de) not feel a ',1n=e of connection to a

familY, a history, and to a tradition (Purf,...er Windel.

19e6).

Finally children are cneativ affected by parental

level of education. When parentl education levelT. are

low, children may arrive. at !Tcho,-)l ill-prepared and may

receive little oupplemeniaiy help or support from their

parents. Consequently, children will often fall behind

and become frustrated. This affects the child both

emotionally and physically (Beck. 1992).

It is indeed regrettable that oducators as well as

parents unwillingly lock students into cycles of

negativism that prevent them from growing to self-

ufficiency (Bruns. 1992).

The structure of American education may be a

contributing factor: "Vulnerable, sensitive, weakly

assertive children have difficulty succeeding in

environments that stress competition rather than

cooperation, that are more nec;ative than positive,

that reject rather than embrace, that fail rather

than encourage, and that blame rather than

understand" (Bruns, 1992, p.64).

In summary, probable causes for poor student

motivation include:

1. Students have inadequate organizational skills.

2. Students have not been required to be actively
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involvod in, and repc)n...:,iblE . their ,)wn

learning.

. ..cI .-)ool improvement stlate,-.3ie...: that (R.c

inevear.,.:e student r..ffoi't klch competition and

grades.

A. Poor ,..-.:,-.,1f-esteem.

5. The bleakdown of family life affir:.(1. a ,.tmdent 's

success in chooi
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Chapter

THE ''_.01UTION c:,TRATECY

Review of the Literature

For vey a decde, -,,everal reports from national

panels and commissions have shown that students'

performance does not measure up to thk,'ir full potential.

Motivation was shown to he one of the main reasons lited

fo, a lack of learning (Wlodkowski and Jaynes, 1)90).

There are many definitions given for the elusive

term motivation. According to DeCharms (1987),

motivation is defined as an inner drive or impulse that

causes a person to do something in a certain way.

Hunter (1981 ) defines motivation as "a state of need or

desire that activates the person to do something that

will satisfy that need or desire" (p.4). Hunter further

contends that motivation is learned, can be taught, and

is the responsibility of the educator. Motivation, as

described by Berliner and Casanova (1993), is a

misunderstood complex concept. Each student responds

differently. What is used to motivate one student

successfully may fail to motivate another. Wlodkowski

(1977) describes mo_ivation as those processes that

stimulate behavior, give purpose to behavior, allow

behavior to persist and leads to the selection of a

certain behavior.

As educators, we are continually striving to assist
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our children to develop a life-long motivation to learn.

Despite the fact that this may be difficult to achieve,

research is currently available that addresses this

issue. Concepts and strategies devised trom research,

while not definitive, may guide educators in promoting

students to embrace academic learning.

Diverse positions exist explainina motivation.

Each contains its own body of research. These theories,

in many instances, overlap and can, therefore, he used

in a cohesive manner (Wlodkowski, 1977).

DeCharms (1987) suggests that teachers c.an Pnhance

motivation and assure that learning will occur by

helping students experience personal causation...

"Personal causation, a deliberate action to produce

intended change, is a concept th:it blatantly tiades on

both a physical concept-causation-and a human modifier-

personal" (p.3). Furthermore, a sense of personal

causation must be developed prior to intellectual

growth. Personal causation is not a single inherent

characteristic: "It is unique to persons (personal) and

involves a transitive relationship between the person

and the world (causation)" (DeCharms,1987, p.8).

studies revealed that when teachers were given training

in strategies promoting personal causation (teacher-

student interdependence) three significant results were

obtained. First, students' feelings of personal

causation increased. Second, attendance and tardiness
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were positively affe,:ted. Third, a(ademic achievemeni

was higher and had a loncl term offec.t. The resultin.:1

..-%1Ipportive climate helped students see school as a

.hallenge rather than a threat, and helped students

thrive by actively pursuing personal as well ':)r(AJP

coals (DeCharms, 1907).

According to Hunter (1982), there are six

interacting factors, all of equal importance, that have

the power to increase students' effort and intent to

learn. These fa(:tors are: a level of concern, the

feeling tone, the feeling of success, the students'

interest, the specific knowledge of results, and

intrinsic and extrinsic motivation. The student' level

of roncein is the first factor. Hunter defines level of

concern as essential and stimulates students effortc to

learn.

Second, is the feeling tone Students put forth

more effort to learn if they find their environment

pleasant and believe they will be successful. Th(- way a

student feels in a particular situation affects the

effort that is put forth. Hunter (1982) discusses three

feeling tones which children could experience: pleasant,

unpleasant, and neutral. Teachers need to choose the

tone most productive in terms of students' intent to put

forth learning effort.

Hunter's (1982) third factor is the feeling of

success. A student must give effort and also have a
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degree of uncertainty iihout the oetome. T a learninci

ta,A is east and littIP effort ir,; required, littl

ouc(:ess is felt, and a student not motivated t.

continue. On the othei h.ind whri ftort is given, with

no guarantee that the learning can be accomplihed and

it is lchieved, the student feelT -1,c(:essful and is

usual) motivated to continue. If -.:Audents have

experienced success in the past, thPy will try in future

performances, even if there jr a greater risk of

failure. However. if students have failed in the past .

they will be less willing to expose themselves to risk

in the future. Teachers need to make success a result

of effort.

The fourth factor is the students' interest in the

task. This interest is not inborn, but can and should

be acquired. Hunter (1982) gives three ways teachers

can accomplish this: use students' interest in

themselves, do innovative things to enhance the lesson

without distracting from the learning, and use the

novelty of the lesson and relate it to the student.

A fifth factor is the specific knowledge of

results. Giving feedback allows students to feel that

an improvement can probably be made. Students discover

what is being done well, what needs to be improved, and

most importantly, what needs to be done to increase

performance (Hunter, 1982).

Intrinsic and extrinsic motivation, Hunter's (1982)
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lat t.Irt)) e./ist at opposite of iho ..pcIctvilm of

lealning. However, both are effective. [xtrini(

motivation ocurs when student-j, loal-n in er io gain

external reward, such as a grade. Inflinsio

motivation occurs when -.atisfaction come-F: frm takimil

part in the lealning process. The process, rather than

the product, ir the goal. The goal of a teacher j to

help students move from completuly extrinsic to more

intrinsic motivation from having to learn material to

enjoying learning. Hunter contends that if the first

five factors are in place, children will find learning

more enjoyable. The student will then move from the

extrinsic to the intrinsic end of the spectrum

(Hunter,1997).

As a psychiatrist. (:,lasE-*1 (1969) supplie a theory

which comes from discipline outside the school. The

theory states thai people have two basic needs, the

need for love and the need for ,elf-woith. In order to

achieve a sense of worth, knowledge and the ability to

think are needed. Therefore, schools are more directly

involved with the need for self-worth.

Glasser (1969), in his Reality Therapy, states that

more traditional educators feel that teachers should not

become emotionally involved with students. Poor student

motivation is given as the reason for failures in school

and attempts to apply external pressure usually fail.

Glasser feels that direct motivation can be produced
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only with some foreful method: rules,

threats, ol punishment. Gldoser does not support direct

motivation, rather hi .7.tresses student-teacher

involvement.

Additionally, Glasser (19(..9) feels that if a child

can succeed in school, there is .1n excellent ch.Ince of

future succes. The biggest problem facing schools is

failure. Therefore, environments must be structured

where children can succeed.

Lastly, Glasser (1969) contends that there must be

relevance of school to li-e. !Then relevance is missing

flom the curriculum, so is learning.

When thinking of the relationship between love and

self-worth, the term identity can be used. Schools must

give children a road to follow for a successful

identi.:.y. A philosophy mu.;t be implemented in the

classroom, and recommendation for change must be within

the framework which exists. Education must adapt a

philosophy of involvement, relevance, and thinking

combined into a total program (Glasser, 1969).

Children are born filled with wonder and are

motivated to learn. Unfortunately, motivation seems to

decrease as the child gets older. Wlodkowski (1990)

gives three possible reasons for this lessening: the

design of the graded school, the acquiring of advanced

knowledge and skills, and the competition and

disbursement of motivational rewards.
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The fir!-,:t rea,-.on the s,.hool children no

longer wolk on a one-to-one basis, but aye now pa-ct

clas..7room environment with a possibility of a thirty-to

one ratio. In addition. everything done is now given

grade. Students face the realitv of being constantlY

evaluated and compared with others (Wlodkowski, P')Q0).

''.econd, there is an inceased difficulty with advanced

learning. Knowledge and skills become more demanding as

students move along in an academic discipline. Many

children begin to feel unsuccessful and become

discouraged.

Last, students face everyday attractions and

distractions. Decisions must be made daily as to how

students use their time, energy, and attention. Many

motivations other than learning exist in students' lives

(motivation to play, be a friend. family member).

Distractions of everyday existence have an important

impact on students' motivation and can draw students

away from the academic world (Wlodkowski, 1990).

Wlodkowski (1990), cites four major influences on a

students' motivation to learn: the culture, the family,

the school, and the child. In order for motivation to

develop, there must be a harmony within all four areas.

Wlodkowski contends that as children grow older,

motivation becomes a personal characteristic. A child

should enjoy the act of learning as well as the final

product. A child who values learning becomes a lifelong
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10,-FinEr and is eaget t, embrace difficult aicd

hallenai ng t as Trc her i r lie I p I e nurturp

motivation. There is nc-, time line within which i child

will develop a lifel na flic:fivatj n t lpar n. ric,t i vat ion

is as much a learned trait a- it is an inhelit,.,d

tendenc-y. Wlodkowski ,_.iscus,--:es six guideline. r

developing motivation:

1) know students arP growing toward increa.

direction and effectiveness, and treat them

accordingly.

2) model and share a ,alue for learninT.

3) model, acknowledge, and celebrate effort.

4) know children can learn effectively.

5) help students develop appropriate sturky habits

help students develop their identity az7.

learner.

Wlodowski (1990) suggests five classroom strategies

which will build motivation and support students'

lear-ning: build a positive parent-teacher relationship,

foster success in learning, reduce anxiety, overcome

boredom and indifference, encourage effort and

perseverance.

The affect of external rewards on motivation is

controversial. Kohn (1993) feels there are four reasons

rewards fail. First, rewards actually punish, as their

use becomes too controlling. Next. their use creates

anxiety in students, preventing them from enjoying the
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Tt easy to ignore the reatr.ons fot

per f or ma nc e when reward::: n 1 .

havinc,1 diffic_ult at home, and all the b) ibe,:; in the

world are not going tn improve acIdemi.,-- ot hehavint .

c)tudents, too. are discouraged from taking when

the', feel it is not worth their effort to do When

extrinsic motivation replace: intrinic motivation.

results are not long-lasting, nnr do thr>y lead to deeper

understanding.

Young children can learn without being given

rewards. At any age. intrinsic motivation promotes

productive learning more effectivclY than the use of

rewards. The use of rewards for learning undermine,

intrinsic motivation (Kohn, lticr':).

Kohn (1q93) cites that AmeFE. and ()week, who have

pciinted out that we cannot explain a child's lack of

interest in learning simply by citing low abilitY. Poor

performance, or low self-esteem. They suggest that

students' interest in what they learn will diminh::h with

increased emphasis on the rewards of academic

accomplishment.

Many teachers use controlling academic strategies

in the classroom as a means of survival. Kohn (1993)

feels that controlling environments reduce student

interest. Therefore, it is important that educators set

up conditions that make learning possible.

Extrinsic motivators, such as grades, are
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d.-.-.tru.tive to int,,,ef?.t and achiowom.mt , the'. fo(:u..

oo -,,tudent rev f,-.%rmance rat hel than 1,,n1 :gid high

quality involvement in leavnin,A. l'sohr. (199)) state

"c-nades merely enable administrators rate and sort

children, to categorize them sc, that they can

rarel ecape" (p.201). Accolding the use of

commonts should replace grado on report ca because

...tudent7: become too preoccupied with grades. A

classroom should feel safe to students so they feel

comfortable enough to ask questions and seek help.

Glades and test. reduce the chancos that deer

understanding o(curs, and inhihit',, a productive

evaluation from taking place.

Many suggestions are offered to teachers in regard

grading. Fiist, Kohn (1993) suggests that thet

number of assignments that are graded be limited. Of

grades given, a rubric with two or throe gradations is

preferable to A/B/C/D/F. Students should be tested only

after learning the material, not while in the process of

learning. Kohn also suggests never grading for effort,

nor on a curve.

To help students learn, teachers must do more than

avoid using rewards. Kohn (1993) suggests the use of

collaboration, content, and choice. According to Kohn,

coopelative learning should encompass most ot 1-1e

students' day. Teachers must also avoid using extrinsic

motivators to induce children to work together. The
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content cf curriculum noeck: t..% Le loarner-conteled

Teachers should use a of a:.--.Linment,., many of

them .)ands-on, that offel the students a challenge.

Each day should include i block of time in which

.:hildren have a ,Thoicc. of activities. In addition.

7tudents c:in decide which book the cias will read neyi

or can decid-- the tOpic of <1 writing a!';sicinment-

It is important that the school becomes a

community where care and tiust replace winning and

losing (Kc.:1, 19q?). Students nted opportunities to

discuss values and gain empath., and undeistanding for

others. Class meetings can be hc,ld to make deciions,

share news, and resolve conflict..-.. Unity building

activities, such a mural, class song, or bool.

help students come together. School-wide programs and

vegular cross-age interaction give students practice in

learning to care about others. Prosocial literature can

generate discussions about issues relevant to the

child's own real-life concerns (Kohn, 1993).

According to Pecawt. (1971), students need to be

grouped before methods can be applied which will

increase students' motivation. Students are grouped

according to the developmental issue that is causing

interference with learning. These groups are: trust-

seeking, approval-seeking, dependence-seeking, and

independence-seeking. Many of the emotional and

environmental problems which cause students to work
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below their potential were found to be motivational in

nature. Foundec! in 1c470. by Linnus Pec.lut PhD the

In-:..titut.e of Moiivation.11 Development's basic assumption

underlying the theory of motivation is that "ihe

underachievement iS more a tunction of personalit/

v.:,riables than it is of academic skill requirement

th:tt any effective program designed Lo improve attitudes

and performance in school must deal with removing the

emotional obstacles to achievement" (Pecaut, 1975, P.5)

Berliner and Casanova (1993), cite research

involving questions which deal directly or indile0.

with motivation. TheY identify the key issues

classroom environment, competitive grades, interest

level, retention, inborn ability, and enthusiasm.

Can the learning and motivational strategio used

by the teachers affect the learning environment? A

study by Marshall (cited in Berliner & Casanova. J993)

deals with the differences in learning and motivational

strategies and the effects the results have on the

environment. Interactions, motivating statements,

management, and teacher beliefs differed in the

classrooms observed. In learning-oriented rooms. in

contrast with work-oriented and work-avoidance rooms,

there was a positive feeling about school. The teacher

made sure students felt competent and took

responsibility for their learning. Marshall's findings

suggest "that our individual views of students probably
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guide our relationships in the classroom and th,,t

these relationships influence ,-,,tudent behavior"

(Berliner and Casanova, 1993, p.110).

Are grades undermining motivation": Butlet 's

research (cited in Berliner & Casanova, 1993) de'lls with

grades and 'Euggests that teachers' habits may undermine

students' performance and interest. Butler identifie

two methods used by teachers to report performan(e. The

first gives students feedback on how they are doing.

The second uses .-elative, norm-refermced evaluations,

.,,Jch as grades. The researcher indicates that

comparative judgements can hamper students' motivation

and interest. On the other hand, task-involving

feedback appeals to the students' needs to do well and

seems to enhance and sus .ain student performance and

interest. Students may put forth more effort to master

tasks with such feedback, or at least to improve their

performance. When assessing students, grades may be a

requirement of a school system. However, the way daily

classroom tasks, weekly tests, and homework are

evaluated can be changed.

Can teachers "motivate" tco much to keep students'

attention? A study by Gardner (cited in Berliner &

Casanova, 1993) shows that some ways which appear to

motivate students actually interfere with learning. In

order to keep the interest level high, information is

sometimes given which, while appealing to the students.
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is irrelevant to the subject material. Gardnel thought

it was often the iirelevant information that.

lemembered. Gardner concludes that intere.Lt. is a better

predictor of what is memorable than is the importance of

the material (Berliner & Casanova, 1993). When

c.)rinected to a:tudents' lives, topics become releiatit

Are we c-Apy,:tina enough effort from the students?

A studY conducted by Stevenson. Lee, and Stigler (as

cited in Berliner & Casanova, 1993) shows that "the

superior performances of Chinese and Japanese students

in cross-national comparisons, as well as the succe'ss of

Asian-American students in the United States schools, is

not due to happenstance, luck, or innate ability"

(Berliner and Casanova, 1993, p.124). Other fnctors,

such as more time. effort, support, and the values given

to education, all contribute to academic success.

Educators can increase the effort required ,f students

and in so doing stimulate performance.

Why do students' attitudes become negative as they

get older? Hedelin and Sjoberg ( as cited in Berliner &

Casanova, 1993) investigated this question using

attitude surveys. The surveys show that interest is

maintained in reading and writing, while students become

more negative about everything else. The analysis of

the data suggests that "students' perceptions of

personal interactions with teachers play a major role in

determining their attitudes toward school" (Berliner and
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(a!sanova, Ic?g3, p.12(,). Students' sense of welI-heing

is heightened in a setting in whi(h .7;tudeni.-. feel b(5th

successful and personally attached to the teacher.

c_,tudents with hiqh self-esteem and feelinci of well-being

displa', a poitive attitude toward school. Achievement

is most likely determined by attitudes as well as by

ability. Students are affected by teachers'

expectations. If teachers send a message that says

motivation is important, then the possibilities are

endless. Skill development is not the only indic:Itor of

academic achievement. Teachers must provide a balance.

The condition necessary for students to develop the

motivation to work is experiencing a sense of well-being

in the classroom (Berliner & Casanova. 1993).

Can negative behavior be changed? Manning (as

cited in Berliner & Casanova, 1q93) used Cognitive

Behavior Modification, whereby "people learn how to

change how they think about the things they do, and

reinforce or rebuke themselves" (Berliner and Casanova,

1993, p.128). Students change how they think about

their behavior, and in so doing, changes in behavior

occur in the classroom. Long-term results show that

students seem to be more motivated to achieve in class,

and are intrinsically rather than extrinsically

motivated.

Ginott (1972) explains that to reach a child's mind

we must capture his heart. Only if a child feels right
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he think right. Chil.dren need to feel that school

a safe place, that it is al 1 right to m..;ke

The maioi oh':..tac.le to learning i7 fear: teal of tailtir(,,,

fear of criticitFtm. fear of appearing stupid. To remove

fear is to im,ite attempt. To welcome mistake7; is to

encourage lealning.

Findings indicated that when people work together

for a common goal, positive things happen. ri st., they

express support of helping the group achieve its goals.

In the classroom, students working cooperatively toward

a group goal, see the importance of coming to class each

day, completing schoolwork, and other activities that

are valued by the group. The group working together

produces more and better ideas than do students working

alone or competitively (Slavin. lge.e.-t). Second,

cooperative group members were more friendly, helpful,

and attentive to one another and enjoyed their task more

than did the competitive group members. Third. when

individuals t, rk together towald a group goal, they

learn to like one another.

The Johnson's (1q86) have a cooperative "Learning

Together Model" approach which emphasizes five basic

elements of cooperative learning that are a necessity

for each lesson taw)ht. Thcse steps are: 1. Positive

Interdependence. This procedure emphasizes that

students must feel that they need each other in order to

complete the group's task, that they "sink or swim"
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together. ' Face to -,icy Interaction.

stresse,., studr.nt c.-,mmunication in discuing iheil

findings, ideas, and what they are learning, with other

group member-. 3. Individual Accountability. This

;-,oints towards the student 's rep(.,nsibility. for not only

helping other group member, hut the student

demonstrate ..-)f the

Interpers.onal and Group ki 1 is. Effective

communication, leadership, conflict management -.lilts

and trust should be directly taught to the students t-o,

teachers, and provide the motivation to u,fe thef-,:e

in order for groups to function effectively. 5. Group

Processing. Students must be given the time and process

to analyze how well their groups are functioning and how

well they are using the necessary social This

processing helps all group members achieve while

maintaining effective working relationships among

members.

Robert Slavin has made significant contributions to

the linkage of cooperative learning and student

achievement. He stresses two conditions that are

essential if cooperative learning is to enhance student

achievement. First. students within the cooperative

groups must be working towards one common goal. Second,

success at achieving this goal must depend on the

individual learning of all group members. There must be

individual accountability as well as group
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accountability (Slavin. 1982).

Ginott's view of m.:ti%.-ation ale be;l sumfrwd up in

the following tale:

A fire broke out in a cramped attic. The firemeu

who rushed to the rescue found a man heavily

asleep rhey tiied to carry him down the stairs,

but could not, and they despaired of saving him.

Then the chief arrived and said: "Wake him up and

he'll save himself." The moral of the story is

clear. Children bored and asleep will not be

affected by a well-intentioned rescuer. They need

to be awakened to their potential, and they will

save themselves (Ginott, 1972, p.25(-)).

Based on the literature reviewed, conflicting

theories exist regarding motivation. It is the

intent of the research group to extract those

findings which may be most productive and useful

for day-to-day teaching, and to assess the effects

of the chosen strategies on student behavior.

Project Outcomes and Solution Components

A positive, noncompetitive environment appears

critical for improving motivation. To achieve this in

the classroom, cooperative learning techniques will be

employed. As a resulL of using cooperative learning,

during the period, October 1, 1994 through February 15,

1995, the targeted primary students will increase

positive behavior indicative of motivation as measured
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teachor nh,..,.ervation and (7hecklif,..tfl.

achit-ve goal:

T n c,i 1

1. Teachers w. create cooperative

2. T(,_,ac,hers will create a coop-ivativo learning

environment.

3. Teachers will model group

4. Teachers will establish cooperative grnup,,:.

a result of incr,,ased instructional emphais on

organization skills durinq the period of October

1994 through March 1995, the targeted primary students

will show an increase in organization and an increase in

the number of completed assignments as measured by

teacher ot7,ervation and checklists.

In order to achieve this goal:

1. Teachers will establish procedures for the

targeted organizational skills.

2. Teachers will demonstrate the characteristics of

disorganized and organized students.

Teachers will implement organizational

strategies by setting goals and assessing

students.

4. Students will use an organizational checklist to

self-assess.

According to Grossnickle (1989), parents and

educators must work together to establish realistic

opportunities for students to develop and practice

responsibility and self-management skills:
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Nobody discovered the sure-five seciet to

motivdting ever/ F,tudel Mc.hody

found the .ingle formula that

motivated .i..tudents. What educ.ator!,-: and parents

need, however, are some practical tools to heir.)

replace unmotivated students' patterns of failure

with success-oriented cycle leading to achievement

and self-motivation (p.7).

By helpina students develop beHivior patterns that

will help them have success in school, we hope to

improve their motivation. The positive, noncompetitiv

environment created by the use of cooperative groups

should also increase the feelings of success and self

esteem in the school setting. This should in turn

improve the student's motivation for school.

Action Plan

Using cooperative learning techniques, the

following social skills will be emphasized: six inch

voices, taking turns, and use of encouragement.

Cooperative learning will be implemented throughout the

curriculum (Frank, 1988).

In order to facilitate cooperative learning,

beainning lessons will contain ice breaker/energizer

activities to help create a learning environment in

which the students feel safe to interact. As students

become more comfortable with each other, more

challenging activities will be initiated by the teacher
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These activities will include deinhibitizers, trust-

building, communication and decision-making/problem

solving. Deinhibitizer activities lend time for

confidence building in a supportive environment. These

activities are generally more threatening, both

physically and emotionally, than icebreakers as they

require the participant to engage in more risks.

Trust is the cornerstone of group coheE;ion and

cooperation. Without trust there can be no risk-taking

and, therefore, no growth. Trust activities are used to

work on developing trust in a gradual way through the

use of activities which are both physically and

emotionally demanding. They require risk, which invites

fear. As the group is able to come together in a

trusting manner, they are better equipped to embark on

more frustrating endeavors.

Communication activities are designed to encourage

sharing in both verbal and non-verbal forms. These

activities can be frustrating, but the group is usually

motivated by the task and tends to persevere.

In decision-making/problem solving the group is

handed a dilemma or a challenge and asked to deal with

it. In order to solve the problem, the group members

must show an ability to cooperate, compromise,

communicate, and reach consensus.

Within the classroom setting, cooperative learning

will be utilized three to five times per week. In the
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physical education setting, the physical educatoi will

incorporate cooperative learning a(.tivities once or

twice each week Visual aick, such as charts and

poster5: will be incorporated within the learning

environment. Teachers will model group skills and

establish cooperative groups.

Teachers will work on one of the targeted

organizational skills every two weeks for ten weeks. The

first skill will be having the students work on keeping

the inside of their desk neat. The following two weeks

students will work to keep their desk top clear. Next,

students will focus on placing their assignments in a

designated area. Weeks seven and eight will be spent on

having students place their supplies in the proper

places. Finally, students will be able to make a smooth

transition from one activity to the next. Students will

demonstrate an understanding of the expectations. Peer

evaluation will be done the first week each

organizational skill is introduced. Self-evaluation

will be done the second week for each organizational

skill. At the end of this period, the original teacher

checklist will again be initiated for a four week period

to assess student improvement of the targeted

organizational skills.

Teachers will work on one of the targeted task

behaviors every two weeks. Weeks one and two the

students will work on staying on task. Weeks three and
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four th., students will work on having the materials

necessary for class. The next two weeks the fo::us will

be on students completing assignments on time. Students

getting started without prompting will be the noal of

the net two weeks. The fifth targeted behavior will be

students using time wisely. Lastly, the focAls will be

on students taking responsibility for his or her

actions. Self-evaluation will be done each week for the

targeted behaviors. At the end of the twelve week

period, the teacher checklist will again be initiated

for a four week period to assess student improvement of

the targeted behavior.

Assessment of students will be done in the

following manner: student self assessment for

olganizational skills, teacher checklists for

organizational skills and task related behavior, teacher

observation, and anecdotal records (see Appendix B).
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[)t t_-1

De:-3.(Yi.2.t,i9J1 0 Intervention

Our obfective waf,-.. to improve pr imar,

motivation through the use ot

teahiny oi organizational learnin,:f

was used durino the period. o(t,..ber 1. vi-4 through'

February 15, 1995, to increas'e the tr.oeted

students' positive behavior indicative of motivation as

measured by teacher observation and che,klists. Also,

during this same period o1 time, inc,.ased instructional

emphasis on organizational skills was used . Our

was for the targeted primary students to show an

increase in organization and an increae in the number

at completed assignments as measured teacher

observation and checklists.

In order to inform the parents that we would be

implementing strategies designed to enhance student

motivation a parental consent letter was sent home with

the students (see Appendix A). Of the consent letters

issued 96% were signed and returned.

Four percent of the consent letters were not

returned. In our first grade classroom several parents

returned letters signed but had additional concerns.

One of these concerns centered around the interview

process. They were apprehensive as to who would be

involved in the interview, how long the interview would
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I 1-1 ts-.1 k,'

-Hid could the po/ont o he present durinq the

nqlj "1:1E- 11,-1 t. hf'

int,-rviews would be shared with the ,hild's parent.

Another concern focused on whethc-r the u!,,e '21

coop(-rative larning would havt- an imp,ict on their

child's academic and social developm,,Ht These concern

were alleviated when the teacher contak.ted the parent.%

aHd explained the cooperative learminc,r strategies and

the expected outcomes.

A parent survey was developed in August 19q4 (ee

Appendix A). This survey was sent home the iirst

in c.,eptember to be completed by the and his/her

parents. The purpose ot the survey to address

concern and any apprehensions the students had. lt war:

our intention to utilize the data genelated from the

survey to devise strategies and techniques to promote a

po,,,itive environment that was conduciv,' to learning.

In order to increase primary student motivation two

lists were (ompiled to give the teachers involved in

this project a sense of direction and (ocus. The tivst

list centered on organizational skills and included the

following:

1) Inside of desk neat

2) Desk top clean

3) Work put away

4) Supplies in place

5) Transitions
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The so(.ond dealt with task-related behaviors and

was (.omprft:ed ot the followino:

1) On ta:--;k

) 1116 t. t'l 1,.1

(. (MP 10. e'..) onments on tr_ 11110

4) .,.tarts without prompting

,) time wicely

T kk-?.; E.::;pol 1%. i L ility

Both of these checklists were used by the teachers foi a

four week period. The teachers used variou:-: ways to

assess the task-related behaviors and oloanizational

skills of the students. One way wa to do ,-i general

sweep of the class. A sweep means to glance moment.(11-iiy

at each child throughout the classroom. Another

techniaue to assess the students as the particular

task-related behavior and/or organizational skill

occurrcfd. An example of transition, a task-ielated

behavior, was when students were asked to line up and

get ready to go to physical education Of when changing

from one activity to another. These checklists provided

the teachers with the necessary data.

As a result, the teachers were able to confirm that

there was a need for emphasis to be placed in the areas

of organizational skills and task-related behaviors

Once this need was established, each instructor began

modeling the organizational skills and task-related

behaviors desired in her classrooms. In situational
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vole pla.ying wel- d-morr:tiatiorry of

appiopriate h-ha-iov,7 and

inappropviat- and behavior.:::,

hc)ping the kintheti, audi;:.:).r.,

Visual were ,:!ble be seen in the lasiodms.

Posters wer,, displa,'ed that ..,.h,iwed th- difter,Tht

c.oroponef,1..: ;ie.( k 1 rid ix B I

postels on the (.:hecklirt). Ndi ,-.)nly was

this benetiLial to the average learner but it proved

ver-y he)ptul to the visual learner a.-:; well.

unce the students had a clear understanding ot the

behaviois and skills expected of them the next ':,trategy

was to incorporate student assessment. one

organizational skill and one task related behavior was

targeted and assessed ever., two weeks. Both weeks of

the student assessment, the task related behavior was

assessed by the individual student. Peers wore not used

fo) assessing the '_ask-related behaviors as it was felt

by the teachers that this area was very subjective and

would he difficult for peers to assess. The

)rganizational skill; however, was assessed by a peer

partner duling the first week and the individual student

during the second week.

One task related behavior and one organizational

skill were assessed bi weekly at first. Once completed,

the process was repeated with student self-as.,iessment

done on a weekly basis. This took a total of eighteen
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10 piovide eay a(cesE to the chccklists with a

minimal amount of interruption students were asked to

providr a magnetic clip to ,,;ecure theil checklist to ttv.,

side ot thk2ii desks. Ln the gym, c.hecklists were kept

in tolders by their squads. pri>- uS wyre T;eculEtd to;

the students with libtary pocket-:. Twii:e a day student.,

assk,-,;sed the targeted task-related behavior dnd

organizational skill tor that time period. All activity

was stopped at the teacher's discretion and the student.

were aked to assess. As this process was going on the

teachei c noticed that the students were not accurate in

their assessment.

Following the eighteen week period ot student

assessment, teacher assessment was once again

implemented. The results were tabulated and compared

with the original checklist, done priot to the

intervention.

Cooperative learning strategies were used to teach

social skills. They were also used to review and

reinforce subject matter content. The skills chosen for

emphasis were six inch voices, taking turns, and use of

encouragement. Groups of two to four students were

formed depending on the specific activity. Cooperative

learning was used daily.

To teach these skills we started by creating a

caring and loving environment. Expectations for the
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pcJd tht- nittcoil

wt nprndi Teacher

he m,rLed on. T chart. welt- ,mpl

-tudorits .ioutd h,m och 3ki:i ,-.,undod and

lc,oked C Roiy playin wa,._; another

t,?(hnique usod whi(.h involvc,d the 'tudent,..

Once the student::: undeld the skill- .-(,%p01,3ive

lessons were introduced Hsee Appendix C)

Various methods were used to monitor the six inch

voices. One way was the use of a noise control student.

This tudent's job was to walk around to all groups

during an activity. If a gioup's voices became too

loud, the noise control student would leave a non-verbal

warning of a. yellow rulel with the group. If the group

received three warning:,.. doling the particular activity,

the group would be dispersed and all members would have

to work independently. oft instrumentaI music was

another way to monitor the noise level. It the group

(.ould not hHar the mw:-:ic it would makc. them aware oi

the volume and they would adjust it accordingly.

Teacher observation was done to monitor whether

students took turns and used encouraging words. AlJng

with this, the students also completed checklists at the

end of each activity. Sometimes this was done as a

group and at other times it was done by each individual.

Following each cooperative activity each group

participated in group processing. This allowed the
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-Jtudents to think about. the ..ji,up's learnin,,t

experince,,r,. ':.,tudents refle,.ted on

knowledge a-. well on theil f.la(ti(ed

Group Ploce-s.--,ino was done sometime-% individuallY within

the yrsup, '.:;ometime to be sh:fled with the member--, ot

the oihor time for th. gcous, to Mayo with

the entire

Presentation and Analysis of Results

The results show that all areas ()t

Mowed improvement. The areatet imorovemeht.,:

were sen ill the areas of Desktop Clean and Work Put

The least amount of improvement was seen in the

area of Transition (,,;(-e Table 3).

Table

Primary Students Organizational cf.kiJls

rati lqq4 &

Skill TimeF.; Lacking Skill Percentage

Inside Desk Neat

Desktop Clean

Work Put Away

Supplies In Place

Transition

Fall Spring Fall Spring

166 00 20.75% 11.25%

240 64 30.00!1-, 8.00%

180 54 22.50% 6.75'

154 100 19.25% 12.50%

278 252 34.75% 31.50%
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Al1 of th, c)f ,Ay,civc.d

I

oi h

.Thow,,:.d an incveac.-,,.., -f t ,t

rh: which -A-11(:),--,1t- 1.1) ;

(%ef., Table 4).

v-s]

Fall 1994 & 19q5

Behaviol I kin,j

La.11

Behaviol Peircent,cle

=_I2Y_OP,; F.!,1.11 172.21.jYA

On T,..i.%k 248 9(.. '1 .00% 1:: . 00',

Has Mat --i i als 14:: 56 17.75% 7.00%

Complot4.:7., Assiqi-in=,nf:i. 1.t.f,0 40 12.75% 5.00?,,

On Time

Starts Without Prompting '16 i4 :fi-. 7c.". i.1.0(1'.,

Uses Time Wisely 202 9(:. .-'.00% 1,?.00%

Responsibility for 80 96 10.00% 12.00%

His/Her Actions

The data from both checklists showod diffev(.nces

between students organizational skills and ta:A-velated

behaviors. The data from the organi7ation:11

checklist revealed that 90 percent of high achievers

demonstrate the skills with more frequency.
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81.50 percf-,,nt of low hi now (=>xhihirc..1 )

with mole. fiequelicv. This -

immovement fiom the t,:,11. Th(-

how that hicjh achievir,(_1 ?tudentc Lhe h -h-;y1 -1

87.50 p(-!1,Vit. 01 the tiw, 1-.Le Iii
wh..) exhibit ,?(i tilt:. n.

pelt7,,nt cIt the t Pe I. lit Imp t .'v'-ru'Itl.

in the hc.h,ivic.r.,, of low :i,hic!ver.,.

howeveis showed a slight decrease of 2.S0 perc.ent in th

frequemc,, of ther;e
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a nd ofrifitc:._i

HiII reviewing an ana),--.;,-. of tit,. cint,

organiz.ational

each ar The area ->f eat"..t ti

I den t i n he LI.4 1. I 1. T h i

%, y m i ovement in the t Hi

other are.1.7. fThowed greater improvement

this to the fact that keeping one's desk top clean and

putting one's work away were easier for the students to

visualize. Conversely, transition was more abstract and

thus presented more difficulty for the student. Therr.

were also many types of tiansitions which occurred

throughout each day.

All of the task-related behaviors showed

improvement from the tall except taking re',,,ponsibility

for his/hei ac.tions. This was attributed to the fact

that even though the high achievers did not improve they

were able to maintain and further develop the expected

behavior. The low achiever:: showed a remarkable

improvement in exhibiting the task-related behaviors.

The accomplishments of the low achievers helped the

classes meet the targeted task behaviors. There was a

slight increase in the number of incidences of students

not taking responsibility for their actions.

Contributing factors observed by teachers were the facts

that in the beginning of the school year the students

were new to the classroom and were unfamiliar with



tea,.her exPectatiorry and man', of theil

A..F. the r..),...-.1re,I.sed, mans shc,),-.d

they mc21,.. familia) with th,:-

,- ond motis .xpEctation-.

empha.3ized during (:.o,.,pelat.ive.

ni av'Peal- ed to have t ransfer ) d c

the ,Iurric.ulum . Tht. omount of and to.lc7h,,r.tim-

spent. on c rig O 1 ,Janizai i .15, a t

related bhaviols de,reased. The students did not

consciousl'i thihk about doing it. bk.(ame aut(im,,t

thoni . As the skil V ood behavioi!- wei interna 1 i zed t

student:-,. became motivated. This was seen with the

11( t :3C01 and number Of assignments

nompleted. Also the number of parent contacts les-..yned.

Anecdotal records showed more positiv,: behavior as well

as teacher observations.

There was a big difference in the children's -;elf-

evaluation of organizational skills and task-related

behaviors as a large majority of children were not

honest. We attributed this to the fact that many

students thought they would be graded on these and the

results would be sent home. Despite this, it still had

a positive impact on the children as seen by the data

collected in the Spring.

Consensus of all the teachers involved in the

action research project was that this was worthwhile and

beneficial to the students and should be incorporat,-d

being
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STUDENT ' S NAME

Parent/Child Survey

.-A14 yea:. Aave undeihden a ittcleci /6 inchicee duldien's
nativa&n &maids .sch6d. jn otdei t ek 1114, .7 need a lefiet ukukt-

.slandiny 'cat Sad .,lea4e wad ikulA and ecnilikk
ffi4 you4 cAi/d and seiatn 4) 4d:4;d as .soan a /1444414. 1f141 aasis-

lance tn ads maikt e pea/4 arnecier4d.

1. What are some things that your child is looking forward to this year?

2. What is/are your child's favorite academic subjects and what are some
things they like about it? ( Circle favorite subjects.)
Reading

Math

Social Studies

Science

Spelling

Handwriting

Language Arts

3. What is/are your child's least favorite academic subjects, and what are
some things that disturb him about it? (Circle)

Reading

Math

Social Studies



Science

Spelling

Handwriting

Language Arts

4. Does your chila have any concerns for the upcoming year?

5. Do you have any concerns for the upcoming year?

6. List any activities your child is involved in. (eg. music lessons, sports,
scouting; youth groups)

7. Do you and your child spend time reading on a daily basis? If so,
how is the reading done, and for approximately how long? (eg. rea-
ding independently and/or being read to, and minutes per day).

8. What responsibilities does your child have at home?

44.1)/cito, lettme aoday, .10tmiwi 2nd.
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Our Civil Rights

I HAVE A RIGHT to be happy and to be
treated with compassion in this
room: This means that no one will
laugh at me or hurt my feelings.

I HAVE A RIGHT to be myself in this
room: This means that no one

will treat me unfairly because
I am:

I HAVE A RIGHT to be safe in this in
this room: This means that no one

will:
Hit Me
Kick Me
Push Me
Pinch Me
or Hurt Me

Fat or Thin
Tall or Short

Boy or Girl

I HAVE A RIGHT to hear and be heard
in this room: This means that

no one will:
Yell

Scream
Shout

or make Loud Noises

I HAVE A RIGHT to learn about myself
in this room: This means

that I will be free to express
my feelings and opinions

without being interupted or
punished.
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-Wow Way to Go stou re Special Outstanding Excellent Great
Cool Well Done Remarkable You Make a Difference I Knew
You Could Do It I'm So Proud of You Fantastic You're Super
Nice Work Looking Good You're on Top of It Now Good
You're Flying Super You're Catching On Now You've Got It
You're Incredible You Did It You're Fantastic You Can Do It
Bravoba You're Improving Hurray for You You're a Joy

How Nice Lees Try Again Dynamite
4 TA You're a Winner Good for You

1.1
. You'll Make It Happen Wonderful Neat

c our agement Great Work
Marvelous

Good job

You'll Make It You're Precious Great Discovery Bingo
You're Making Progress Hip, Hip, Hooray Superb Spectacular
Terrific You Really Tried I Like You Thanks for Caring Super
Job You're Sensational I Like Your Work You Care Good
Work Exceptional Performance Fantastic Job You're
Responsible You're Exciting Great Idea A Job Well Done You
Are Fun You Tried Hard What an Imagination I Trust You
You're Important You're a Great Friend You've. Got a Friend
You Make Me Laugh You Brighten My Day Look How Far
You've Come Awesome You're Terrific That's Correct You're
a Joy You're a Treasure That's the Best I Know You Can Handle
It You're Growing Up Outstanding Performance I Respect
Your Judgment You're On Your Way You're a Real Trooper
You're Making Progress I Like the Way You Handled That
I Knew You Could Do It Hurray for You I Love You
That's a Step in the Right Direction

Linden OaksHow Smart of You Good for You HOSPITAL
You Mean a Lot to Me I Like You

N .

What a Good Listener Be Persistent 552 West Street aperville
(sow 965.0AKS
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Giving Put-ups T-Chart

using appropriate body
talk

looking at the person
to whom you're giving
a putup

using a friendly,
sincere facial
expression

facing and leaning
toward the person

-------.
using put-up body
language with all group
members

a friendly, sincere tons of
voice

saying

"Great jobr

*Keep going, you can
do tun

'That's a great ideal*

"Don't worry about it.
Everyone makes
mistakes!"
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GIVE
ENCOURAGEMENT

Looks Like Sounds Like

Smiling
Laughing
Making warm

faces

"Good job, Jose!"
"Nice idea, Sam!"
"You can do it!"
"I believe in you."



TAKE TURNS

Looks Like Sounds Like

People listening
One person talking

at a time
The listeners are

looking at the
speaker

109

"Let's go around
the circle."

"You go first,
then I'll take
my turn."
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STAGES IN TEACHING SOCIAL SKILLS

TARGET SOCIAL SKILL: WHISFER VOICES

ETAGE 1 - THE HOOK OR SET:

In order to ;et the students/ attenton to introduce "whisper
voices", I found a Halloween item that proved to be most
beneficial in teaching the social skill of quiet voices. It
is a sound activated Strobie Ghost. I did not tell the
class that it was going to be turned on when they came into
school. When theY came in, of course, the ghost went off.
We practiced for the first part of the morning to see if we
could be quiet enough for the ghost not to go.off.

STAGE 2 - TEACH THE SKILL

used a 7-chart to generate ideAs of the specific behaviors
of "whisper ,:oices". The class was asked what they thought
a whisper .)oi:e would look like. We brainstormed this idea,
then we did the same for what it would sound like. We
decided on the best choices. we wrote them on a displar
chart, and listed them in their journals for easy reference.
Using the "fisnbowl" tecnnique, students demonstrated what
w!...sper uoices look like.

ET-GE 3 - PP,-CTICE

D17, a partner reading activity. As they did the :.ssigned
reading, wa"p.ed around nd obserJed their use of the
whisper lAinen reading was completed, we discussed
the:7 4hisper -oces. Discovered that it was not eas/ to
keeo quiet .)o-:es. eut, ever,one seemed to l.ke the fact
that the, were aDle to read and listen without being
iEtracted spmeone else who midht be talking too loud.

did a rzunq robin. Class was put in groups of three.
POiea CI: reader', recorder, and obser..er were assigned f:see
attacl-ed). Comprehension questions for the assigned reading
ere assigned. After each question was completed, feedback
was given b. te ob=er,ier, and the roles then changed. The
Strobie Ghost was used at various times throughout the dal.

STrIGE 4 - CESEF. A7I0h

110 9EST COPY AVAILABLE
As students practired using whisper voices during the above
activity, the observers had a checklist. The group took



scme time to drsc..iss the results nd decided ,,,hat areas
needeC impro.,ement.

5TAGE 3 - REFLECTION

Indioldual students reflected Oh tneir use of whisper u...ices
b. using the attachi,a reflective log. The group reflected
bY using the attacned rating scale.

STAGE RFE:C3ITION i-44D CELEBRATION

Recognition will be received from the group members. Group
member-A will ome up with a sign of encouragement when
something is done .,1411 using an ennergizer. Students will
eppraise their o-% performance and assess the quality of
their own work'.

ETGE 7 - TPANSFER

St..idents shcu d ce able to .
04 'whisper

outsine ci ms classroom. This should carry over
when the. :re n ane o4 the specials. Upon returning from

Cal ..11 be encouraged to share their use of

7ri s E:(.ai 11

OICES
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ARE WE HOT?

We were
in using 6" voices.

- Hot

- Warm

- Cool

- Cold
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Shake On It
Time:

4 to 5 minutes

Number of People:
Unlimited

Mater lals/Preparatlon:
None

To Begin:

Ask the participants to find a partner
Tell the participants to think of one idea or activity that they
will take home to their own setting and use.
Instruct partners to take turns telling what they plan to use
and how, and to shake on it.
Explain to the participants that the handshakes are their
contracts.

To End:

Wish the participants good luck on fulfilling their contracts.



Happy Grams

Number of People: Unlimited

Materials: A box

Time: 1 - 5 minutes

Directions:
I. Keep a Happy Gram post office box (could be a shoe-

box or another box) with a slit in it large enough for
the "Happy Grams" to go through.

2. Cover the box with some colorful paper and make sure
that it has a lid that will lift.

3. Provide a minute or two every couple of days for peo-
ple to have "Happy Grams" read aloud to them.

4. Students should be encouraged to put a Happy Gram
in the box to another participant anonymously with
some message of thanks or praise or comment on
something positive, in an effort to make sure that every
participant receives a Happy Gram. The leader can
participat as well.
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Kick the Can't
Time:

5 to 15 minutes

Number of People:
Unlimited

Materials/Preparation:
Small pieces of paper, trash can

To Begin:
Give each person a piece of paper and instruct them to write
down something they think they can't do.
Place the trash can in the center of the room. Instruct the
participants to put their can't dos in the trash can and give the
can a good kick.... That is, kick the can't.
Tell the participants to say to themselves, "I can do it."

Ask the group to say together, "I can do it."
Ask the group to say it louder.
Lead the group in applause.

To End:
Ask for volunteers to share a time when they thought they
couldn't do it and then found out they could.
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Put Downs or Put Ups?

Number of People:
Unlimited

Materials:
Bowl or bag to put slips of paper in

Purpose:
To sensitize the participants to the effect of put-downs, as well as

to practice distinguishing between a put-down and a compliment

Directions:
1. Ask the members to make a list of different compliments they

could give to someone.
2. Then have the members make a list of "put downs" they have

heard in the past weeks.

3. These are then placed on strips of paper and put in a bowl or bag.

4. The slips are drawn out one at a time and read aloud.

S. The group decides whether the slip of paper reflects a compli-

ment or a put down.

6. If it is a put-down, the group is to reword it so it can be a PUT-UP!

This gives everyone practice in discriminating between the differ-

ence between a compliment and a put-down.

Discussion:
This should include an opportunity to talk about how it feels to be

put down and what kinds of reactions are appropriate, as well as
inappropriate when that happens. A board or flip chart can be kept
with the kinds of PUT-UPS the group created.
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"Fuzzy" Co-op
Purpose

To develop the positive in the group by experiencing
that it is easier to work together when we realize the
people around us appreciate our good qualities.

Materials
Two soft balls (any size)

Procedure

1. Form two circles.

2. Give one ball to each circle.
3. Tell the class we are going to pass the ball to those on our

right, and that as we pass it to them, we are to say
something nice about them.

4. Now pass the ball to the left, and say something nice
about those on your left.

Suggestions for Discussion
Thank the class and tell them that people can realize
many good things about each other and themselves
when they are members of a group.

Do you like to work with someone who you think does not
like you? Why not?
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Living Class Tree

Number of People: 5 - 50

Materials: Small post-it notes or tape and small 1"
squares of paper

Time: 10 minutes

Directions:
1. Give the participants either several post-it notes or

small squares of paper with tape.
2. Instruct the participants to write a positive charac-

teristic on each square about someone in the room
without using any names.

3. Ask for a volunteer to stand in front of the group with
arms stretched out on hips, simulating the post of a
tree.

4. Ask the group to call out characteristics that they think
make for a good helper, listener, or friend.. As the
characteristics are called out, anyone with those on
their squares of paper should stick it on the living tree.
You can decide if synonyms are acceptable.

5. At the conclusion of sticking characteristics on the
tree, a summary can be made by the tree calling out all
the characteristics of a positive helper, friend, or
listener.
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Alphabet Race
Purpose

To work together and to treat our teammates well.

Materials
Chalkboard
Chalk

Procedure
1. Divide the group into three teams.
2. Line up each group, in relay order, in front of the chalk-

board; provide a piece of chalk for each team.

3. Tell the group that we are going to write the alphabet on
the board.

4. Each team member is to write only one letter; the next
member writes the next letter In order. (Example: first, A:

second, third, C.) Keep going until you have finished

the alphabet.
5. The first team finished is the winning team.

Suggestions for Discussion
What did people say to you when you were on the team
that encouraged you? That discouraged you?

Do most people try their hardest when they are on a
team? What does "their hardest" mean? (In a class-
room, children volunteer more readily when a question Is
general In nature. They will risk giving Information when It
doesn't apply Just to them.)
How do you like people to treat you when you are on
their team?
Are teams always fair? What can you do when they are
not?
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"Blind Man's"
Caonerative Walk

Purpose

To allow the class to experience working together and to
experience the importance of trust.

Materials
Blindfolds for half of the class

Procedure
1. Divide the class into partners.
2. Tell them to decide who will go first. (This is an interesting

process to observe. If necessary, limit time to fifteen sec-
onds for this choice to be made).

3. The person to go first will be given the blindfold to put on.
4. Tell the class that they are to take their partners on a

"Blind Man's" Cooperative Walk around the room. Their
responsibility Is to protect their Blind Man from any dan-
ger. Ready? Go! Glve them Just a few minutes.

5. Reverse the roles for the next walk.

Note: Some groups, after a few turns around the room, can be
moved to the hallway or playground areas.

Suggestions for Discussion
How did it feel to be blind? What was the hardest part of
this activity?

Did you learn anything in this activity that could help you
this coming week?



Activity 38

How Do You Measure Up?
Purpose

To allow students to cooperate with a partner In a help-
ing manner; to share, take turns, and speak to each
other In a kind way.

Materials
Two pieces of masking tape per student

Procedure
1. Tell the children to find someone whose thumb is the same

size as theirs. (This is a good way to choose partners!)

2. Explain that they are going to do some estimating today
and they are going to help each other.

3. Demonstrate how to do the activity with one of the stu-

dents and yourself:

Say, "I am going to guess how tall I am by putting two
pieces of tape on the floor, one where I think my head

would be at one where my feet would be. Then I will lie

down between the two points and my partner will tell me
If I am right or wrong and help me If I need it. We will take

turns."

4. Have the class measure height. (Vary the activity by esti-

mating the length of their arms, feet, legs.)

Note: This activity is great for the loners in your class to feel
Included In a non-threatening way.



Cooperation: Learning through Laughter

Suggestions for Discussion
Were you helpful to your partner? How?
Were you polite and kind?
Were you surprised by your own measurements?
Did you think you were shorter or taller?
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GRADES K-1

THE BUDDIE GAME

Meet a friend! Choose a partner! Tell each other your name. Tell each

other something you like about yourself. Let your partner tell you something

he/sht-, likes about himself/herself. When the whole group gets back together,

let anyone who would like to share what they liked with the group.

The teacher will have made a large smiling face on chart paper. When students

share these qualities whith the group, the teacher will write these down

on the smiling face. The smiling face can be displayed in the classroom or

iu the hallway.

WHO IS THIS FRIEND?

The class will sit in a circle on the floor or on their chairs. They will

be reminded that they must be good listeners in order to play this game.

The teacher will then begin the game by saying WHO AM I? I HAVE then

the teacher will begin describing a certain child in the classroom. It is a

good idea to begin by using anjectives which describe the persons personality,

and then work into physical attributes. When the teacher has finished describ-

ing that particular student she will say WHO AM I? The students will then

raise their hand and take only one guess. When the student has -been identified

his/her name will go on the board and the game will continue until all the

students have been described.
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GRADES 2-3

BAG OF GOOD FEELINGS

Each student will be given a brown lunch bag. They will write their name on

the bag and color and decorate it. They will then open the bag and tape it

to the side of their desk. The teacher will then put the students into groups

of four or five students. Each student will be given one small slip of paper

for each student. They can cut squares out of notebook paper or construction

paper. On each strip of paper, they are to write one nice compliment to each

member of their group. They will then give the slips of paper to that particular

student who will then place the slips in their paper bag. The teacher will

then explain to the class that each of them will have their own bag of good

feelings. They will be encouraged to "dig" into their bag and take out a

slip to read to themselves when they are feeling low or down in the dumps.

A FRIENDLY SCAVENGER HUNT

Students'will work in pairs going around the class interviewing each other

and getting to know their classmates by filling out the scavenger hunt list

on the following page. The teacher will set a time limit to see who can find

the answers to the twenty-five items on the list. When the time is up, a class

discussion will form going over orally all the points on the hunt list.

This will not only be fun, but a good way for everyone to become acquainted

with each other.
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Today I
my group

really helped
by a . 8

Today I learned a a .
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checked with
each other



Wh
Read each "Happy Talk" behavior listed
below. Write the name of the person you
observed using "Happy Talk" in the "spy
glass" next to the behavior you saw.

Smiled at someone.

Gave a compliment

Told someone "It's 0.K

to make a mistake."

Gave a "thumbs-up".
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